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PREFACE

These three volumes constitute the final report for the outside educational evalua-
tion of the Emergency School Assistance Program carried out by Resource
Management Corporation under contract to the U. S. Office of Education. While
two earlier interim reports described various aspects of progress during the
study, this final report is complete in itself and intended to scrve as a total record
of study design and findings.

Volume 1 is a summary of the overall study. While briefly describing the
technical approach and methods, it mainly presents and interrelates the findings |
of the survey of Phase I and the case studies of Phase II.

Volume 2 describes Phase I in detail. It discusses the methods, data, and
conclusions stemming from the survey of a stratified random sample of 252 school
districts.

Volume 3 discusses the insights gained from extensive examination of 20
selected school districts. Included as separate appendices arc lengthy case

histories of each district.
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SUMMARY AND CONCLUSIONS

PROBLEM
In the late summer of 1970, the Office of Education began the funding of sox.e
900 school districts to assist them with the problems attendant with the final stages
of their desegregation plan or the carrying out of a court-ordered plan. Some
L $75 million were authorized for what became known as the Emergency School
Assistance Program (ESAP). Funds were allocated to a wide variety of education
and desegregation-related activities. The U. S. Office of Education contracted
with RMC for an evaluation of the effects of this mix of activities to determine

Z (a) the overall effectivenes‘s of the program,

} (b) v;rhich activities seemed to be achieving greater results,

o (c) the extent to which the projects were carried out as planned,
57 (d) the effectivenese of DHEW technical assistance,
¥ (e) the effectivenecs of project mahagement, and

(f) the role played by the project's Bi-Racial Advisory Committee
(BRAC).

METHOD OF APPROACH

A sample of 252 of the funded districts was selected to provide a wide mix of
areas according to percent minority, grant size, peréent of students reaSsigned,
and geography In 2ach of these districts the project'dire‘ctor‘, and a sample of
principalé, teachers, and students were to bé personally inferviewed. One_ tb
sixteen schools were visited in a district. In total, 879 ééhools were visited, with

the principal, five teachers, and up to five students being interviewed in each school.




The evaluation plan revolved around the ability of the respondent to perceive |
change in twelve specifically defined areas related to desegregation. Classroom
and non-classroom areas of change were included. The respondent was then asked

to give his reasons for the change, either positive or negative. He was not urged

or guided into mentioning ESAP activities. To place these responses in a proper
context, data about the respondents' expectations with regard to solving the problems
brought about by desegregation were collected. Other demographic, attitudinal, and
operational data elements were also obtained. The design of the four interview instru-
ments was similar although the project director's questionnaire included more
questioning on the description of the activities. The Bi-Racial Advisory Committee

members were sent a mail questionnaire into which were incorporated some of the

same elements. _
The analysis plan had to rely upon comparing the differences in the mention of

positive or negative change with the presence or absence of particular activities since
there was no control group to which the resuits could be compared. Thus, if respon-
dents in districts that have an ESAP-funded remedial program underway answered
more positively more often than respondents in districts without the activity, the
differential positive change can be associated with the presence of the activity. Much
more is needed, however, to nhow that the association is'program related, and not
just a spurious correlation. Ccnsequ‘ently,‘ patterns of such differential responses
were investigated across all respondent categories and the impact on positive mentions
examined in relation to the intensity of the activity, and the length of time it had been
underway. Finally, the tendency for certain districfs to select certain activities was : .
examined to determine the extent of this bias. Thus, the results are not proving cause-
and-effect, but rather examining the counter-argument that there is no effect. In
the other objectives of the study, the analysis plan was keyed to studying the results
of especially tailored questions. _

Twenty multi-raciél teams of two to four persons spent six weeks ‘jconducting

the interviews_in_the field. The team leaders were RMC or subcontractor analysts

19°




with regional-based graduate students in the field of education composing the other
team members. These teams were trained at RMC on the instruments and on
interviewing techniques during a week-long training session.

The returned questionnaires were edited, coded, keypunched, and the data
placed on computer tape for ease of processing. Several hundred tabulations were

prepared to serve as the analytical base for the study's findings and conclusions.

FINDINGS

Descriptive Information

Over 1,100 different ESAP activities! were found in the 252 sample LEAs.
Inflating this figure up to the 880 funded by early December 1970, it is estimated
that there were 3,235 activities in total. For\purposes of analysis and resolution,

a classification structure was needed that would allow (and require) separation of
similar activities. Based upon RMC's field experience with actual ESAP programs,
a taxonomy was prepared that contained 17 activity groups and could, if necessary,
be aggregated into the seven activity groups originally used by USOE. The most
common activities in our sample were teacher aides and teacher training, followed
closely by non-ethnic classes and materials. They comprise about one-third of the
total activities in the sample. Busing (generally using the bus for extra-curricular
activities) and comprehensive planning were the scarcest activities.

Most of the activities could not be called innovative in the United States; however,
some of them could be considered innovative for the particular region or size of school
in which they were taking place. Usually the activities were the direct result of ESAP:
i.e. ,- almost all respondents in_dicated that ESAP provided the entire source of funds
for their particular ‘ESAP project. ‘ |

1. hroughout this study, RMC classified as a separate ESAP actwity each
separately identifiable entity being carried out by the LEA, In most cases, we based
this upon the separate, distinct identification given by the 'LEA to its pro;ect components.

T
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Most districts undertook from three to six activities. The average dollar
amount of the activities was $19,000. The largest activities, on the average,
were the remedial programs and teacher aides, with an average funding of $27,000.
The largest activity was a $971,060 grant for teacher training. Student-student
activities were the smallest overall, averaging $9,000. About 7,500 persons were
employed in some capacity by ESAP, 42 percent of them black. Eighty-four per-
cent of the activities were under way by January 1971 while 95 percent of the
projects (a district's grouping of activities) had started by this same date.

The racial mix of the respondents ranged from 12 percent black for project
directors to 43 percent black for students. Most of the directors and principals
had much educational experience. The black teachers had two more years'
experience, on the average, than the non-blacks. The white teachers were less

experienced in teaching in an integrated environment.

Policy Implications

Respondents perceived considerable improvement during this school year in
most of the 12 measures of interracial behavior. It varied from about 65 percent
for the formation of interracial friendships to 7 percent for improved attendance |
of white students. There was a consistent pattern of agreement among all respon-
dents as to the areas that had changed most. A strong pattern was also found due
to the respondent's position. Directors saw more positive change than principals,
who in turn saw more than teachers, who saw more than students. The incidence
of citing change for the worse was very low, being under 5 percent for the majority
of the change areas. :

Many of the responses tc these areas of change were found to be measuring
the collective perception of the respondents. Thus, when the responses for the
five teachers or five students in a school were compared there was a tendency
for all five respondents to agree that either there was or was not change Five
of the 12 change questions exhibited this- property and therefore could be used as

4 .
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measures of something happening in the school. They were black student atten~
dance, students working together in class, interracial student friends, interracial
student groupings on the campus, and interracial teacher-teacher relations. The
student friends measure was evident in both teacher and student responses. This
is important as this situation is used as a measure of the degree of integration, as
opposed to desegregation.

In addition, a strong negative relationship between a respondent's expectations
about schooling desegregation problems and his subsequent perception of positive
change was found for all respondents. Thus, the more positiire they began the school
year, the less positive change they saw. Black respondents were found to be more
negative than non-black respondents in their expectations. The relationship was also
very strong according to the respondent's position. Directors were by far the most
negative in their outlook, yet they perceived the most positive change. Students were
exactly opposite; they started out with positive expectations and saw little positive
improvement. '

When the presence or absence of a particular ESAP activity was related to the
differential mention of positive change in the five measui'es, little overall impact,
albeit positive, was found. It was evidenced mainly by the directors and principals,
not by teachers and students. Similarly when énalysis of the specific mentions of
ESAP were made, a small positive effect was observed. ; The incidence of the men-
tion of ESAP with worsening conditions was 2lso considéred in thé examination of
the activities. |

The degree to which respondents cited a specific ESAP activity as causing the
positive change was exceedingly low. Only 6 percent of the directors cited the
activities, and only 1 percent of the teachers. These low values are not surprising
as ESAP accounts for only 1 or 2 percent of district budgets. In addition, the low
frequency of mention is indicative of our approach of not urging or guiding the
respondents into providing ESAP-related answers. Some activities, such as the

remedial activities, were found to be mentioned far more often than one would expect
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in relation to their existence in the program, while some of the logistical support
activities, such as planning and portable classrooms, were never mentioned by any
respondent. .

1t was found that particular activities had significant positive or negative asso-
ciations with differential positive change. The activities that had to do with counsclors,
counseling support, and remedial programs had consistent positive associations.
Stud ent~to-student activities were also found to have positive relationships. These
positive relationships mean that significantly more respondents received positive
change in situations where the particular activities had been implemented than did

respondents in situations where the activities had not been implemented. On the

negative side was teacher training, meaning that significantly fewer respondents
perceived change where this activity had been implemented than where it had not
been implemented. The other activities, such as community programs, curriculum
revision, busing, and general logistical support had an apparent neutral impact.

The attitude questions about each general type of activity were examined to add
insights to these findings. By and large, the activities showing positive associations
with differential positive change were associated with much change in these areas,
while the neutral activities showed much less impact. Indeed, evidence supporting
the poor showing of the teacher training activities was obtained--it is viewed opti-
mistically by teachers,but apparently it has done little to improve the way teachers
and students of different races relate to each other.

The schools in our sample were separated into two éroups having different
degrees of shift in racial mix between this school year and the last on the assump~-
tion that ESAP was primarily intended to assist schools where large shifts were
occurring. This distinction allowed us to treat, analytically, the effect of relative o
change in the racial mix of the schools. It was found that the incidence of perceived (
positive change was much higher in the high degree of integration change schools. =
This can be explained by the fact that the respondents in these schools began with a
more negative outlook and included a higher proportion of black students. Essentially,
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all of the‘difference could be explained due to the negative relationship between
expectations and positive change and the differences in responses between black
and non-black. No significant differences in the selection of activities, according
to several LEA characteristics, were found. Thus, the existence of spurious
correlations was all but disproved. |

Significant activity intensity and durational effects were found. For those
activities with positive associations, the more intense the activity (as measured
by dollars per student) the more positive change was noted. For teacher training, the
activity with a negative association, the opposite was found; the more intensive the
activity, the less improvementwas cited. Similar results were found for duration, the
longer the better activities had operated the higher the mention of positive change.
The intensity effect was found to be most evident in the schools that had little or

no shift in racial mix.

In the area of non-activity related reasons for change, racial attitudes were
mentioned more often as reasons for positive change than for negative change while
racial behavior was cited as often with positive and negative mentions. As a change
in attitudes may be a predecessor of changes in behavior, this may be a good sign.
On the other hand, parents and community, and motivation were cited more often as

causes of negative change. .

Project Management

Almost all of the ESAP pro; ect directors also had other respons ibilities. Over
half are the district's supermtendent or asSistant superintendent. The majority of
the rest also run the district's other federal programs. Over 90 percent of the
directors claimed that they were directly involved in the planning for the ESAP grant
There was a tendency, however, for more of the assistant superintendents and adminis=-
trative staffs to also be involved in planning for the larger districts than in the smaller
districts. In the smaller ones, the superintendent and prinnipals were the key figures.
The directors said that in about one-third of the districts the BRAC had also played a
role while only 2 percent of the principals said this.”




The activities selected by a district tended to be compatible with the general area
that was felt to be best in the district and to correct the areas that were judged worse.
Thus, if academic achievement was the district's big problem, community programs
were not picked administrative personnel were selected more often in areas where
attendance was v1ewed as the worst problem area at the time There is no way to
determine the direction of the cause and effect.

within a district, the activities tended to be allocated to all or almost all of the

affected schools in the sample. Thus, little selectivity or tailoring of the mix of
activities to the schools was apparent. |

About half of the principals have experienced operational problems with the

ESAP project, and there was no reluctance for them to go to their superv1sor for
help. Fewer teachers sought help, however, even though the incidence of problems
was about the same. There were no differences found due to the race of the respon-
dent or to the race of the svperv1s or. ”

The problems associated with the start up of the ESA P project were found to
be, predominantly, lack of time and difficulties in finding the right people.

Verification

Considerable change was found in the implementation' of the ESAP projects
from that approved in the original grant as filed in the national office. No pre-
sumption can be made, on the basis of this study, about the extent of regional DHEW
office lmowledge of these changes except that, in some cases, directors specifically
mentioned regional office approval of changes About half of the pro;ects had over a
20 percent change in their budget allocation between major activity groups Twenty-
five percent of the total had changed by 10 percent or more. Most of these changes
went unexplai.ued when the director was asked if the act1v1t1es had been carried out
as planned. It is interesting, however, ‘that the change in activnty type was to select

more of those that this study found to be better Thus, for example, community

programs were dropped in favor of counseling and remed ial programs




When shown a list, provided by the director, of the activities being conducted
in their school, 25 percent of the activities were not recognized by principals as
being in their school. One-third of the teachers did not recognize the ESAP activity
in their school. While part of this discrepancy may be due to terminology difference,

the lack of knowledge is large. The counseling and the non-personal community acti-

"

vities were the least often recognized activities.
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Technical Assistance
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The use of technical assistance from USOE staff was not widespread. Only 24

g

percent of the districts said they had requested and received it. There was no ten-

RS

dency for certain types of activities to receive more, or less, assistance however.

The assistance provided by DHEW Region VI was deemed more effective than that
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from Regions III and IV. The directors were very pleased with the fast turn-around
time in the processing of grant applications, but less so with assistance in planning

and operations. On the whole, however, technical assistance was judged effective
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or very effective by over half of the respondents who received it.

Student Responses | 1

Only one~third of the students were aware of something '"'new'" concerning desegre-

PR

2T

SEEEC

gation going on in their schools this year. Although they were not asked specifically

about ESA P activities, more students tended to khOw-about something new to help slow

TR

learners where remedial programs, as funded by ESAP, were present, for example.

The results of the students' attitudes and opinions ‘showed a general dislike for attending
desegregated schools. The black students seemed 0 be sensing a change in social 5
interaction more than the non-blacks and both races attrlbuted br-\tter classroom con- 1

ditions to the black teachers.

Bi-Raclal Adwsory Committee

The BRAC members seem to think that they are playing a helpful role in their
ESAP pro;ect An average of just over three meetmgs had been held with the average

number of meetings attended _being just under three. Blacks seem to feel the committee
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is called upon to solve operational problems more than non-blacks feel this, while

the non-blacks see the committee role as one of policy determination more often

than do the black BRAC respondents. -One-third of the BRAC members did not

know the size of their ESAP grant and an even higher fraction could not describe

their project in terms of specific activity categories.

SUMMARY

The research discussed in this report lead to the following summary conclu-

sions. They are presented in terms of the broad questions described in Chapter 2.

Lzio

There seems to be little overall impact due to ESAP. Several
techniques to assess impact were used, in the absence of a
control group, and all showed only a small positive impact--
and this only due to the responses of the project directors

and principals. Examination of other control variables such
as LEA characteristics and school descriptors showed no
impact that could not be explained by non~-ESA P related inter-
actions.

Certain ESAP activities seem to have greater impact than others.
The activities positively associated with positive perceived change
were also shown to have durational and intensity effects. These -
activities are counseling, counseling support, student-student
activities, and remedial programs. One activity, teacher training,
appeared to be significantly worse in impact than the others. The .
tests of duration and 1ntensity were also supportive of this lack of
impact. It appears that even though teachers welcome training,
it does not materially affect how they interact with students of

another race in the classroom.

There have been conslderable changes in the way that the ESAP
projects have been carried out from the original plans. Only -
37 percent of the projects did not have a major change in actlvlty
selection. Twenty percent of project budgets were over 10 per-
cent lower. Five percent of projects had not yet begun by
January 1971. The large degree of project changes should not
be considered necessarily bad, -in light of the very short time
available to the LEAs for plannlng their ESAP projects. .Moreover,
the thrust of most changes was toward the inclusion of more actl-
vities of the type found more effectlve by this study. '
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Technical assistance was little used, but it was generally
ratec as effective. Only 24 percent of the projects had
received technical assistance. Direccors rated OE much
more effective in swift processing of applications than in
providing technical assistance in later planning and operation.
All in all, Region VI performed better than Regions III or IV.

Project management appears to be effective. Most directors
wore other hats, being either superintendent or federal pro-

. gram administrator. There seem to be no racial barriers

in terms of going to superiors for help or in the quality of the
help when operational problems occur. Over ninety percent

of the project directors played a role in selecting the activities.
These activities tended toward those which were supportive of
good areas and corrective of bad areas in the school district.

The BRAC members feel that they played an important role.
Many did not know the size of the ESAP grant nor could describe
the project, however. Blacks are involved more in operations,

with whites being more involved in policy determination. In
addition, at least one-third of ESAP project directors responded

that BRAC members were consulted during planning of ESAP
activity.
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EMERGENCY SCHOOL ASSISTANCE PROGRAM:
THE OBJECTIVES OF ITS EVALUATION AND
THE PHASE I EVALUATION PLAN

DESCRIPTION OF ESAP

The Emergency School Assistance Program (ESAP) is a federal program to
aid local educational agencies (LEAs)1 in bringing about racial desegregation of
their public school systems. It was _initiated in the spring and implemented in the
fall of 1970 to provide assistance to districts now eliminating de jure desegregation
either pursuant to direct federal court orders or in accordance with plans approved
by the Secretary of Health, Education, and Welfare and to provide for special needs
incident to comphance |

In August of 1970, $75 m1lhon was appropriated by Cong'ress, thereby establishing
the present ESA Program. Special regional briefings were conducted and special

processmg procedures were established in the DHEW Regmnal Offlces so that funds

‘could be channeled to the districts as fast as poq81ble in order to be of help in the

early part of the school year. By mid-December 1970 (the cut-off date used for sample
selection in this study), 875 districts had been granted almost $60 million. In total,
about 900 LEAs we_re.funded.

1. ‘Throughout this report the terms local education agency (LEA) and school
district are used synonymously.
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The general purpose of ESAP is evident from the following words of the
authorizing regulations:

The purpose of the emergency assistance to be made available. ..
is to meet special needs incident to the elimination of racial segre-
gation and discrimination among students and faculty in elementary
and secondary schools by contributing to the costs’ of new or expanded
activities--designed to achieve successful desegregation and the
elimination of all forms of discrimination in the schools on the basis
of students or faculty being members of a minority group.l

As a result of such broad wording, anextremely wide variety of educational

activities are allowed to be funded under ESAP grants. 2 The regulations

1. Part 181.2, Title 45, of Code of Federal Regulations.

2. RMC has adopted the following ESAP definitions for consistency
within this study. It is believed they are compatible with the definitions
used within OE and most field personnel.

Activity: - used to describe the specific function
being carried out in a school or district
with ESAP funds. For example, an in-
service program to improve human
relations or the employment of teacher

aides.
Activity used to describe similar activities. For
Group: - example, counseling and counseling sup-
port are in the counseling activity group.
Project: ~ used to describe the package of ESAP
functions funded at a specific school
- district. _
Program: used to describe the overall ESA program.

In total, the program consists of grants to
over 900 school districts.




and the applications presented a variety of activities that were authorized.

They fell into major activity groups as shown below:

L special community activities; |

II. special pupil personnel services (including remedia.l services),
I.II. special curriculum revision activities, -

IV. special teacher preparation activities,

V. special student-to-student activities,

VI. special comprehensive planning and logistical support, and

VII. other ESAP activities.

In addition to the funding of the above activities an outside evaluation was called

for in the legislation.

EVALUATION OBJECTIVES

RMC was selected in December 1970 to conduct this outside evaluation of the
ESA Programs. In cooperation with OE, the following specific objectives were defined
to provide guidance during conduct of this assessment of ESAP.

(1) Verify that ESAP projects are being conducted and determine

whether changes in objectives or act1v1t1es have occurred
from original plans.

(2) Assess the effectiveness of ESAP on the following bases:

e What has been the overall impact of ESAP at the
school level ?

e What has been the differential impact produced by
the various types of ESAP activities ?

e Have ESAP projects had a meaningful role in the
' desegregation process (including specific dese-
gregation plans, if relevent)? L

..(3) Assess the: effectiveness of local project management in con-
tributing to successful operation of ESAP projects.

(4). Assess the utility of the techmca.l assitance provided by
' Federal ESAP sta.ff to local school districts. -
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OVERALL RESEARCH DESIGN

A two-phased approach (in parallel) was selected to obtain the information

needed to fulfill the several study objectives discussed previously. Although the

broad purposes of these concurrent phases were similar, it is important to clearly

distinguish between them since the data collection and analysis methodology are

considerably different.

Phase I was a broad survey of 252 school districts, which repre-
sented 30 percent of those receiving ESAP funds but 75 percent
of total ESAP funds awarded. A stratified, random sample was
selected to obtain data representative of the total program.

Field teams visiting each district administered highly structured
interviews to ESAP project directors, principals, teachers, ang
students. A field staff of about 70 completed over 9,000 inter-
views at the close of the Phase I field work. In addition, a brief
mail questionnaire was sent to all members of the ESAP Bi-
Racial Advisory Committee (BRAC) in each funded district.

Phase II was an intensive study of 20 selected ESAP districts,
which also sought information to assist in fulfilling the common
study objectives. This Phase attempted to identify and

document ESAP activities that have ‘successfully aided

the desegregation process. While several common data collection
instruments were used in the 20 districts, the basic thrust for
Phase II was an in-depth, case study examination of the ESAP
activities in an LEA, thus allowing concentration on the special = |
characteristics of each situation. "

This volume of RMC's final report presents the results of the P"hase I effort.
Volume III describes the methodologjr and findings of Phase II.

PHASE I EVALUATION PLAN

This section describes the evaluatioh pla.n that dictated the design of the four
major Phase I data collection instruments: questionnaires for the ESAP project
director, principals, teachers, and students. In addition, a‘sho_rter'instrument
was developed for members of the district's Bi-Racial Advisofy Committee. The
development of measures by which ESAP'S achievements could be assessed played

a major role.
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General Considerations

In order to meet the study objectives, changes in attitudes, behavior, and
performance in a desegregated academic envirozment had to be measured and
B treated analytically, in a meaningful context. 'fhis was particularly difficult due
| to the highly sensitive nature of the problem and the framing of questions dealing

R
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with any aspect of desegregation or its effects. The ESA Program and black-white
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interactions had to be addressed squarely but without bringing about an antagonistic, -
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purposefully deceptive, or overly compromising response.
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Another factor was the time element involved,~both the limited length of time

that ESAP funds have been available and the short duration of the study. The four

survey instruments were consequently designed to measure perceived changes in
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desegregation-related situations, attitudes, and behavior, to the entent that they had
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occurred thus far. While it was not possible to assess the magnitude of change, it
was possible to detect the participant's view about the direction of change, and, if
change were perceived, the cause of this change. '

A third area of concern and one also related to the timing of the study, was how

to make it clear to the respondents that the priniary purpose was to study effectiveness
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and not to check on .compliance of the particular LEA with their deseg_reg}ation plan.
In several LEAs, desegregation and the initiation of ESAP activities had occurred
almost simultaneously This, of course, was an irnportant reason for making very
clear RMC's concern with. assessmg the nnpact of the ESAP ach1t1es rather than
solely measuring the extent of desegregation itself. We tr1ed to distmgmsh ourselves
‘from other groups by not askmg questions or checlnng on activitnes d1rect1y related to
| ‘c1v11 nghts regulations. _ School rac1al mix data was obta1ned from the OCR flles. o
| 'Although we asked about several aspects of 1nterracial attmides and behavier, we
steered clear of most areas of the day-to-day conduct of school operat10ns. Thus,
for example, no checks on bus routes, seating assig'mnents in classrooms, or school
regulations were made By avoiding these areas, we tr1ed to assure all respondents

that we were sunply trymg to assess the nnpact of ESAP on easmg the problems of
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| desegregation -- and that we were not enforcing regulations. During the field activities,

resistance or hostility was encountered from only a few individuals and LEA's.

Deslgg Rationale

" The means for collecting four major types of data were incorporated into the
instrument design. The first was the establishment of respondent's expectations with
regardto dealing with problems brought about by desegregation. ''"Problem' here
had to be very carefully defined. The concern was with those school situation prob-
lems--both classroom and non-classroom--which arose as a result of desegregation
and which could be addressed by the ESAP activities. The second area of interest -
was the incidence of percelved change in behavior with regard to these problem areas.
Third, any association between the perceived behavioral changes and specific ESAP

. activities had to be established. The fourth area dealt with the descriptive data about

the specific ESAP activities in operation in the various schools and LEAs and, in less
detail, with respondent descriptive data.
Problem-Solving Attitudes: The Retrospective Expectations

Eight specific desegregation-related problem areas covering both classroom and
non-classroom situaﬁons were deﬁned. For each problem area, the respondent was
asked to tell whether he felt, at the beginning of the school year, that it would be easy
or difficult to solve".f Thus, within this set of problem areas, the respondents' expectations
w1th respect to dealing with specific difficulties in these areas were.to be established.

It would then be possible to classify participants according to whether they approached
the solution of school problems with an easy or a difficult frame of reference. Infor-
mation on the existence or magnitude of the problems stemming from desegregation was
not sought; rather, information on the respondents' expectations of being able to deal
with or to solve these problems was needed. This was necessary because ESAP is
directed at s'olving or easing problems. ‘

Since some districts were desegregating for the first time, the prior experience

of personnel with desegregation may have been limited or non-existent. Consequently,

applications from these districts for ESAP funds may have been addressed to solving




the problems that were anticipated--not problems that had been experienced. For
those LEAs using the ESAP funds to perpetuate an ongoing activity or to continue
a previously desegregated enviromnent; the same expectations were sought, although
in those cases the problems may have been real and observable.

Fmally, categorizing the respondents by their attitudes toward solvmg these |
problems allows us to take account of the fact that the degree of change, or lack

of change, as perceived by a participant, may be affected by his expectations. Thus,

the respondent's approach to problem solving serves as an importé.nt explanatory

variable for differences in .percei_ved behavorial change.

Perceived Changes in Behavior

The next major area of data needs was the change or lack of change in specific

behavior or performance perceived by the respondent. Respondents were asked

about twelve specific areas in which change might be expected if ESAP activities

had been effective. Since ESAP legislation or regulations did not specify ahy specific

behavioral measures or criteria, RMC developed its list of desegregation-related

change areas after examination of past research, ESAP applications from LEAs, and

discussions with knowledgeable prcfessionals. These focused upon interracial

behavior of students and teachers within the school seiting (both in and out of the

classroom) since the educational process within the school is the primary target of

ESAP and since RMC only interviewed students and school personnel during the

Phase I survey.

It obviously would have been desirable if each of the behavioral changes could

be measured precisely. For example, academic achievement could be measured

through testing; class participation could be observed and quantified by noting

relative numbers of responses by race. However, in this phase of the study, there

was neither time nor base data to utilize these types of measurements. Limited

time and resources precinded examination of school records, although interviewers




were fully familiar with project applications. For these reasons, this aspect of

of effort focused only upon establishing if change had been perceived and if so,

identifying the direction of this change.
Of prime concern with regard to these areas of change was the establishment of

the fact that the changes were measuring something other than pure respondent bias
or feelings. In other words, if change had, indeed, occurred in the school, we
would expect all the teachers, or a significant number of them, to similarly perceive
this change. Thus, for one of the twelve change areas to become a measure of
changé other than a response indicating respondent hias, it had to pass the test of
pointing out a collective recognition of change or the lack of change.

Association with ESAP Activities

The incidence of perceived behavioral changes, related to the problem areas as
discussed above, could be expected to be influenced by the presence of one or more
of the ESAP activities, if these activities have had any effect. Thus, after the parti-
cipant's perceptions of behavioral change were examined, association of these changes
with specific ESAP activities was investigated. The interviewer elicited from the
respondent what he perceived to be the cause or causes of each perceived behavioral
change. Thus, if a participant noted that black students were indeed responding more
freely to white teachers in the classroom, the interviewer probed for the reasons. It
was expected that activities being funded by ESAP would be associated with some of
these changes--possibly recognized more frequently by project directors and principals
than by teachers and students due to their greater familiarity with the program. The
probing by the interviewer did not try to elicit an ESAP-related response--ii only
allowed for the response to arise if the respondent considered it to be of importance.
Thus, change and an ESAP activity are linked through an indirect approach. This sectio
of the interview was open-ended to give as much latitude as possible to allow the parti-
cipant to identify those activities or events in his scﬂwl that he felt had some influence
on changing behavior.

This provided a basis for associating pefceived change with the existence of specific
ESAP activities at a school. If the ESAP activity was related to the change in a manne
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that called its attention to the participant, it would become evident. Differences
or agreement in reasons for change among directors, principals, teachers, and
students could be identfied. When factors others than ESAP were associated with

change or, when an ESAP activity in conjunction with another non-ESAP occurrence

appeared related to the change, this was noted.

Descriptive Data

The fourth and final major area of interest incorporated into the evaluation plan
was the descriptive data about specific ESAP activities. The activities taking place
at the particular school were identified by the project director. Only at this time
would specific mention of the ESAP activities being undertaken in the district or school
be made, and only after the necessary change data had been collected. These data
were necessary to substantiate or disprove the existence of the effect of the ESAP
activities and provided another basis for associating change with ESAP. If the
activities were having some effect, funding levels, the length of time that the
activity was in operation, and other descriptive factors could support and explain.
these findings. If a greater degree of perceived positive change was observed
in schools that selected a particular activity than in those that did not, the length of
time that the activity had been operational in the schools should also have a positive
correlation with the incidence of perceived change.

In addition, these data were necessary to support the verification and project-manage-
ment objectives of the study. The type of questioning varied because directors, principals,
and teachers could provide different parts of the verification, management, and des-
criptive needs. Much of the basic verification data was solicited from the director. As
a check on the director's description, the principals were asked how the personnel and
materials made available to the district by the ESAP grant were being used in his school.

In order to evaluate project management in terms of response within the project,
the degree of participation in the development of funding application: by the respondents
and the lines of communication from teacher to principal to director (which often include
black-white interactions) were also investigated.

For each broad activity group, a set of attitudinal questions was included to try to
assess the impact of the presence of the ESAP activity in the school on the respondent's
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attitudes. These attitude questions were asked of all respondents in a school or
district having the activity regardless of their knowledge of the particular activity.

Finally, in order to categorize the respondents by race, experience, and age,

applicable descriptive data were sought.

BRAC Questionnaire Design Plan

A survey instrument was needed to assess the impact of the role that the Bi-

Racial Advisory Committee has played during the school year with regard to its
district's ESAP project. The sophisticated design used for the other instruments
could not be used since the respondent had to be relied upon entirely to fill out the
survey questionnaire. A primary goal was to keep the questions simple and straight-

forward in order to increase the response rate. Other goals were to minimize the

problems of inconvenience to the respondent and to avoid literary difficulties which
some respondents might have.

Therefore, a separate instrument was designed which incorporated the following
characteristics: (1) selected areas of change, with one open-ended question seeking
the reason for change, were included; (2) data on how the respondent viewed the role
and impact of his committee were sought; and (3) descriptive data about the respon-
dent and his knowledge of his LEA's project were elicited.

During analysis,data from the project director's instrument were encoded by RMC
for use with the BRAC responses from the sampled LEAs to relate the perceived
change with the presence or absence of an ESAP activity group in the LEA.

SUMMARY
This chapter has Jdiscussed the objectives and research design for this ESAP

evaluation study. Specific objectives center upon verification of project operations
and assessment of the impact of ESAP (as a whole and by activity type).
The evaluation approach was designed to work from the problems of desegregation

to the specific accomplishments, as perceived by the participants, of ESAP activities. . ;
Considerable effort has been made to avoid becoming bogged down in attitudes toward ;




racial issues and attitudes toward desogregation itself. The direction, throughout,
is toward the specific problems being d'ealt with by ESAP activities, the changes
associated with these specific problem areas, and the attribution of these changes to
specific ESAP activities. Respondents are categorized on the basis of solving
problems and their approach to these problems -- not to race relations, per se. The
time frame is clearly confined to the same time as the ESAP activities themselves,
The validity of using the areas of change as measures of program impact are
established. ESAP activity descriptive date are used to substantiate cr disprove
this case for program impact. This is as close to cause-and-effect as allowed by
the research design available to this study.
By collecting ESAP impact data in this mahner, the Office of Education has
received results that will allow them to assess the relative effect on desegregation
of each of the several ESAP activities. By soliciting information on other causal
factors relating to the improvement of the integrated situation, the effect can be

viewed in proper persgpective.
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DATA COLLECTION

INTRODUCTION

This chapter covers that part of the Phase I effort which was aimed at the
collection, assimilation, and processing of the data needed to carry out the ESAP
evaluation plan. Detailed descriptions of procedures and events are included for
the reader who is interested in these technical details. If the reader is more in-

terested in data analysis and study results, he should proceed to the next chapter.
The first section is devoted to the sample selection plan developed by RMC,

with OE's assistance. The second section discusses the development of the survey
instruments, the four personal interview instruments and the mail questionnaire
for the BRAC members. Due to its importance in assuring the success of Phase
I, the tréinlng that the interviewers received is discussed in the third section
of this chapter. The fourth section discusses the organization and conduct

of the fleld work. The monitoring of the interview teams, the problems
encountered and the method by which the intexviews were vorified are included.
The final section describes the data encoding, editing, and processing procedures
used to create the data base for tﬁe Phase I analysis.

SAMPLE SELECTION

It was originally estimated by USOE that as many as 1,300 LEAs would be
eligible to apply for ESAP grants. By the end of the school year, a total of about
900 had applied and been funded. The RFP specified that 252 LEAs out of those
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approved for ESAP funding by mid-December 1970 were t¢ be surveyed by RMC.
As specified by USOE, the universe to be sampled was limited to 14 southern states,

which accounted for all but 17 of the total of 864 LEAs funded at that time. Within

each LEA an average of 3-1/2 schools were to be sampled, with the principal, five
teachers, and up to five students being interviewed at each school. Thus, four

stages of sample selection were required. First, LEAs were gselected. Within

each selected LEA a sample of schoolis was chosen. Teachers were selected from

the schools and, finally, students were selected from the classrooms of the interviewed
teachers. The method and rationale of selection are described for each stage in

the following subsections.

Sample of LEAs

The method of LEA sample selection was designed to ensure representation

with respect to size of grant, geographical region, percent of minority students,
and percent of students reassigned. The sample was also cuecked for size with
respect to the individual types of ESAP activities.

Representation with respect to size of grant was obtained through stratification
of LEAs by the seven grant categories in use by the Office of Education. Stratification
by grant size permitted sampling of LEAs in the larger grant categories at differential
rates. Sampling in these categories at higher than average rates is deslr#ble from
the point of view oi statistical efficiency for estimates relating to pupils and funds.
Since the LEAs with the larger grants were more likely to have had a greater number of
activities, this also enhanced the sample distribution acrcss all types of projects.
Thus, all LEAs in the top three grant categories have been included in the sample.
The sampling fractions used for the other four grant categories, and for further
sampling with the grant size strata, were similarly derived with design efficiency
and simplicity of sampling error calculations in mind. The sampling fractions
derlved for each grant category under this criterion are shown in Table 3-1 along

with the populations and sample sizes.
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Table3 -1

LEA SAMPLE DISTRIBUTION BY GRANT SIZE

Total LIEA Sampling Sample
ESAP Grant Size Populati on? @ Frgggggte) Size
$1,000,000 5 1 5
$500,000-$999,999 11 1 11
$200,000-$499,999 24 1 24
$100,000-$159,999 73 1/2 36
$ 50,000-$ 99,999 173 : 1/3 58
$ 25,000-$ 49,999 238 1/4 58
0-$ 24,999 323 1/6 60
Total 847 252
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To obtain representation with respect to geographical region and percent
minority, categories of LEAs were defined with respect to each of these variables;
and LEAs were clustered within grant strata accordingtogroups of these categories.
Percent minority was divided into ten categories of ten percentage points‘ each.

States were divided into five categories as shown in Table 3-2.

For design efficiency, two guidelines were followed in forming clusters of
LEAs:
e the total number of LEAs in a grant stratum were distributed as
uniformly over the clusters as possible. Specifically, the cluster

was to contain the number of LEAs required to produce a sample of
4 or 6 LEAs when the grant stratum sampling fraction was applied.

e each cluster was formed so that it was as homogeneous as possible
with respect to percent minority and geographical distributions.

Good representation with respect to percent of students reassigned was obtained
by ordering the LEAs within each cluster by percent reassigned and drawing a
systematic sample using a random start.

Following these sampling procedures, a random sample of 252 LEAs was
drawn. The distributions of the resulting sample of LEAs by state, by percent
minority, and by percent reassigned are shown in Tables 3-3, 3-4, and 3-5, res-

pectively. Appendix A contains a list of the 252 LEAs included in the Phase I
sample.

Sample of Schools

As specified by the Office of Education, a total of approximately 875 schools
from the 252 LEAs were tobe sampled. To ensure representation with respect to
grant size, the sample was stratified by this variable. Sampling rates for the
strata were chosen in such a way as to enhance the statistical efficiency of esti-
mates relating to pupils and funds. They are shown by strata in Table 3-6, along
with the estimated number of schools in the sample LEAs and the size of the sample
of schools.
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Table 3-2

CATEGORIZATION OF LEA'S

III IV
No. of No. of ' No. of No, of
States LEAs States LEAS States LEAs States LEAS
Texas 101 Kentucky 4 | Florida 57 §Georgia 148
Oklahoma | 10 Maryland 4 | Tennessee 37 | Louisiana _38
Arkansas 81 North Carolina 82 [|South Carlolinal 68 186
— Virginia 58 —_ | Total
Total 192 — | Total 162
j Total 148
l v
No. of
States LEAs
-
Mississippi 94
Alabama _65
Total 159
Table 3-3
LEA SAMPLE DISTRIBUTION BY STATE
Grants less Grantcs $200, 000
State than $200,000 | and Above Total
Alabama 18 2 20
Arkansas 18 0 18
Florida 13 8 21
Georgia 36 5 41
Kentucky 1 0 1
Louisiana 12 5 17
Maryland 2 0 2
Mississippi 22 1 23
North Carolina 25 6 31
Oklahoma 1 0 1
South Carolina 15 4 19
Tennessee 9 3 12
Texas 23 2 25
Virginia 18 3 21 J

R () S LT PRI

pp ISPy

e A R L Ly b




Table 3-4

LEA SAMPLE DISTRIBUTION BY PERCENT MINORITY

_ I —
Percent Grants less Grants $200,000 Total
Minority than $200,000 and Above. ,

0-9 6 6
10-19 22 22
20-29 31 9 40
30-39 48 4 52
40-49 39 11 - 80
50-59 36 5 41
60--69 18 1 19
70-79 11 5 16
e0-89 5 1 6
90-100 .

Table 3-5

LEA SAMPLE DISTRIBUTION BY PERCENT REASSIGNED

452

Percent Grants less Grants $200, 000
Reassigned than $200, 000 and Above
0-9 16 8 24
10-19 17 7 24
20-29 30 8 38
30-39 36 8 44
40-49 30 3 33
50-59 27 5 32
60-69 17 0 17
70-79 4 1 5
80-89 4 0 4
90-100 33 0 33
m— = -




Table3-6

STRATIFICATION OF SAMPLE OF AFFECTED SCHOOLS

Estimated Average Sample
Grant Size Total School of

Affected Sampling Affected

Schools Fraction Schools
21,000, 000 812 1/8 96
500,000 - 999,999 608 1/10 65
200,000 - 499,999 790 1/10 93
100,000 - 199,999 534 1/3 140
50,000 - 99,999 610 1/3 205
25,000 - 49,999 A 361 1/3 167
0 - 24,999 197 1/2 113
TOTAL 3,912 879

The sampling rates that are shown in Table 3-6 are average sampling rates for
the strata. (Not all LEAS within a stratum were sampled at the same rate. Rather,
all LEAs of the same size were sampled at the same rate regardless of the grant
size stratum they were in.) Table 3-7 shows a portion of the distribution of
LEAs by grant size and LEA size. Also, it shows the sampling fraction by LEA size.
These are the actual sampling fractions used in selecting the sample. For all
LEAS of three affected schools or less, the sampling rate was set so that one
school would be selected from each of these LEAS. The remaining sampling frac-
tions were set so that the overall sampling fractions for the grant categories
would approximate those shown in Table3-6. A maximum sample of 16 schools
from any LEA was specified. To approximate the sampling fraction of one-eighth
for the $1,000,000 or more grant category, 16 schools had to be selected from all
six LEAs in this category. The net effect of the sampling plan for LEAs and for
schools within LEAs is a tendency to have slightly oversampled the schools in
the middle grant size categories.
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The sample of schools in an LEA was selected from the total list of schools
participating in the ESAP project, even though, as is explained later, students
were not to be interviewed in some types of schools. The list of schools in each
LEA was divided intv two categories--those that had a heavy concentration of ESAP
activities and those that did not--based upon statements obtained from the project
director by phone. To ensure adequate representation of all schools, half of the
sample was selected from the heavy concentration category and half from the other
category of ESAP recipient schools. Based upon the list provided by the directors,
about 1/3 of the schools fell in the heavily involved category. The sample of schools
was selected prior to the interview team's arrival at the LEA. Thus the interviewers
were instructed to visit specific schools in each district.

Sample of Teachers

Five teachers were selected from each school in the sample. To ensure good
representation of teachers directly involved in ESAP activities, two teachers were
randomly selected from those directly involved in the program and three were ran~
domly selected from the remainder of the list of teachers in that school. The
selection was done by the interviewers in the field from lists obtained from the
principal of the school. The procedure for selection utilized the random-start
fixed-interval technique and was provided to the interviewer prior to the start
of fieldwork.

Sample of Students

As with teachers, five students were selected from each school in the sample,
with the exception of those schools whose grade span did not include the fifth grade
or higher or those special tchools (such as correctional schools or certain schools
for the handicapped) where interviewing students was not feasible. One student was
randomly selected from the class roll of each classroom teacher in the sample. If
the teacher had more than one class during the day, the student was selected from

the first class taught.
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If there were less than five classroom teachers in the sample, a classroom teacher
in the sample was selected randomly and a second student was then selected randomly
from the class of that teacher. To avoid excessive clustering of the sample of students,
no more than two students were selected from the class of any onc teacher. If at least
two students had been chosen from the classes of all classroom teachers in the sample
and there were still students to be picked, the remaining students were selected by first
randomly picking teachers not in the sample and $hen randomly selecting students from the
classes of these teachers. The additional teachers were not interviewed.

Impact of Sampling Plan

The impact of the sampling plan discussed above is to provide samples of schools and
activities, but not LEAs. Consequently, the school becomes our basic unit of analysis. The
selection c¢f 4 or 6 LEAs in any sample cluster was originally established to facilitate
variance calculations for LEA estimates, but it later became apparent that LEA estimates
would not play a role in this evaluation. The selection of a sample of schools from an LEA
often led to cases where activities that were ongoing in the district were not found in the
particular school that had been selected. Moreover, later analysis of field data found no
statistical difference in activity selection based on the LEA descriptors.

Analyses were not directly run on the two degrees of involvement in ESAP. As
stated earlier, the degrees of involvement were established solely to ensure an adequate
representation of schools and teachers in the sumple. The definition of involvement was
left to the project director and principal and, even w*h guidelines provided by RMC, the
determination was still highly subjective.

Adherence to Sample Plan

The results of the sampling process adhered to the sampling plan with little exception.
One LEA had to be substituted for ancther which withdrew from ESAP at the lz2st minute,
but they were of equal size. In scattered instances, the grant size according to the director
fell into a different category. However, most of these occurred in the larger categories,
which were sampled at 100 percent in any case. These were the only discrepancies in terms

of LEAs sampled.
The number of principals was slightl& less than the number of schools visited because

in about 20 LEASs the prcject director was also the principal of a school selected.
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There was no problem with obtaining the five teachers required in each school
Eleven percent of the teachers intexrviewed were not the first one selected by the
interviewer, but these substitutions resulted in no difference with regard to race or

degree of teacher involvement.

With regard to students, an average of less than the five per school in the sample were
actually interviewed. This resulted from the decision not to interview students in the
fourth grade and below. The maximum number of student interviews was reduced by about
600 by this action.

About 18 percent of the students interviewed were not the first ones selected. While
exact attendance rates in March and April of 1971 for the LEAs sampled were not obtained,
the necessity to substitute 11 percent of the teachers and 18 percent of the students because s

of absences does not vary drastically from national attendance rates. In any case, no clear
pattern of respondent substitution emerged. The returning interviewers also supported this
finding: they indicated that they felt that there were no conscious efforts to substitute students.

INSTRUMENT DESIGN -

Types of Instruments

There were four separate survey instriments for the different personnel categories
in the LEAs: ESAP project directors, school principals, teachers, and students. For
all but the student category, the basic design of these instruments was very similar.
In the case of the project director, additional material was required to gain information
about the administration and implementation of the various ESAP activities. The student
questionnaire was purposely constructed at a vocabulary and level of sophistication which
was more understandable to a person with a more limited base of knowledge. For example,

it did not include separate sections for specific ESAP activities.
In addition, a mail questionnaire was prepared to elicit responses from members

of the ESAP Bi-Racial Advisory Committees in all 900 funded LEAs. This form requested
data on the degree of involvement of the committee as a whole and of the individual member
in particular. Copies of these instruments are contained in Appendix B to this volume.
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Instrument Layout and Question Framing

The project director, principal, and teacher questionnaires are enough alike to be
discusged together. The instruments were composed of three main parts, the first con-
cerned with expectations and perceived changes, the second with the particular ESAP acti-
vities undertaken and the related activity-specific attitudes, and the third with demographic
data, technical assistance and project management.

The first section combined the questions dealing with the problem-solving expectations,
the perceived changes, and reasons for the changes. This information was obtained from a
series of about two dozen questions. Each "expectation” question was designed to depict a
problem that could be addressed by an ESAP activity. Each "change" question could be re-
lated to the expected problem areas. The expectations and perceived changes concerned
both classroom and non-classroom situations to provide a basis for encompassing the entire
academic environment.

In this section of the instrument, the key dependent variables of the evaluation are
found. They are the incidence of perceived change (positive or negative) and the attribution
by the respondent of that change to an ESAP activity.

An indirect approach was selected for the expectation questions; that is, respondents
were asked how they thought teachers in general felt about certain situations as opposed to
how the respondent himself felt. In sensitive areas, such as desegregation, indirect techni-
gques have been shown to be the most satisfactory in producing realistic answers.

The "expectation' questions were closed-ended with four possible answers to describe
the solution of problems. The goal was to determine whether the respondent, at the be-
ginning of the last school year. had anticipated that the problems likely to arise would be
very difficult to deal with, difficult, easy, or very easy to deal with. This type of response
is not easy to elicit as the respondent's recent experience may influence his recall of past
expectations. Nevertheless, not having had the opportunity to question respondents on a
before-and-after basis, this was the only approach possible. Since 'the beginning of the
school year" marks a very clear time point for school personnel and students, it was a
relatively easy point at which to focus for the recall of expectations whereas a date within

the school year, even if related to the implementation of the ESAP activities in the district,
would have been a more difficult time witn which to associate past feelings. The gnestions

were phrased to remove any suggestionwhich might make the respondent feel thathe wasbeing

judged on the basis of what he said he expected as opposed to what actually occurred.
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The "change't questions were partly open-ended and were worded ina more
direct manner. Since perceived change was being sought, it was desired that
responses reflect what the respondent had observed during the current school
year.

The changes were all concerned with specific areas or conditionas, that were, in

principle, measurable. If a positive or negative change was volunteered by the
respondent, the interviewer probed to find to what this perceived change was attri-

buted. In this open-ended portion, the relating of change to an ESAP activity (if there
was any relation) was made. The respondent was never to be guided toward saying
that the change was associated with one or more ESAP activities.

To cover the instances where a respondent offered several "no change"
answers for the set of "change" questions, another question, aimed at determining
his view of the current status of conditions of integration in the school, was asked.

Thus, it was possible to categorize to some extent the perceived status at that school.

The second major part of the instrument was aimed at finding out which ESAP
activities were being conducted in the district and which schools were affected.
Once these data were obtained, the appropriate activity-specific modules could
be administered.

One question in this section (the activity matrix of the director's instrument) pro-
vided the key to this process. The interviewer elicited from the project director
what terms were used in referring to the ESAP activities in his district. Since
there can be many kinds of teacher training programs, for example, a common
term for what was going on in the district was needed. This made it possible for

the appropriate activity~specific modules to be asked of the director (the module
for teacher aides for instance, was only relevant when teacher aides were planned

or were being used in the LEA), and, in addition, the information could be transferred
to the principal and teacher instruments so that the proper module(s) could be administered

to them also. Thus, the interviewer had to obtain from the director a descriptive
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title that would most likely he known in the schools which had the activity and that
would allow for the proper set of questions to be administered.

The other parts of this question and the modules were then used to provide
the descriptive properties of the activities which generated several independent variables,
They included the presence or absence of activities in a school or LEA, the amount
of funds being spent on each activity, the length of time it hzd been in operation, the
number and type cf persons employed in the implementation of the activity,
materials that had been purchased, and the use of personnel and materials.

In addition, a set of attitude questions was asked to determine the respondent's
impression of how the activity had affected specific school problems.

As leeway was needed to allow the project director to describe his ESAP
activities as he best saw them, most of the questions in this section were open-ended.
They were mainly descriptive, however, so that they could be asked in a straight-
forward manner.

The final part of the qui:stionnaire design provided demographic data on the

respondent and covered the areas of technical assistance and project management.

The demographic data were needed to provide the independent variables such as

race, age, experience in education, and length of time spent in the particular LEA.
The technical assistance and project management questions were designed to

elicit impressions of the effectiveness of technical assistance and the extent to which

B SUC NP

the respondent played a role in the planning and implementation of the ESAP project
in his LEA or school. j
Most of tte questions in this last section were closed-ended because the res-
ponse categories could be predefined. Only the nature of the technical assistance
and a question regarding ESAP implementation difficulties were open-ended.
In addition fo the data collected during the interviews, some data made available
by the Office of Civil Rights were entered into the data base. These data included
LEA and school identification numbecrs compatible with other OE identification
systems, the number of minority and non-minority students in the LEA, the percent

of students reassigned, the urban/rural designation of the LEA, and the breakdown
of the LEA's ESAP grant, as approved.
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The questionnaires were precoded to speed up the keypunching and editing
processes. Thus, for all the closed-ended questions, the code column and digit to
be punched were used as the response circled by the interviewer. Thus,
much of the coding that tells the keypuncher what to punch was done in the field by
the interviewer.

For the open-ended questions, categories were created by RMC analysts based
upon examining several hundred completed questionnaires. There i8 one special
consideration of note regarding the open-ended coding. Due to the inter-relationship
of the ESAP activities and the "change' questions on any given questionnaire, it was
possible to establish a common set of codes that could be used on a large proportion
of the questions. This Ycommon code'' i8 described in greater detail in the section
on the encoding of data.

The student questionnaire was designed in a different format mainly because
much of the "'change" section and knowledge of ESAP activities were not applicable
to them. A short section on student expectations and changes they observed in
classroom performance and behavior was asked, however. Also, the students were
asked several questions about attending classes in a desegregated environment,

The purpose was to obtain an impression of their attitudes about attending an in-
tegrated' school. A set of sixteen specific multicultural and desegregation-related
questions were also asked.

There was a short demographic section that provided race, sex, age, and length
of time the student had lived in the LEA area. These data were used as independent
variables.

The BRAC mail questionnaire had a design similar to the others except for the
expectation section. It was felt that those questions could not be effectively asked
by mail. A shortened set of change questions was included along with demographic
questions. In addition, the BRAC members were asked to assess their role, their
committee's role and the district's role in the planning and implementation of the
ESAP grant. Finally, to ascertain the BRAC member's knowledge of their LEA's
project, descriptive data on the grant size and the kinds of activities in the project

were obtained.
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The BRAC questionnaire was sent to all members in all funded LEAs. Iollow-
up to increase response rate was carried out only for those in the 252 selected Phase

I LEAs, however.

Pretest of Instruments and OMB Approval
The set of four instruments were pretested in two LEAs in Georgia. The pre-

test provided a basis upon which (1) to determine if the questions would provide the
necessary information, (2) to obtain estimates of interview time, and (3) to confirm
methods of teacher and student sample selection. Teachers and students of both
races were interviewed.

The pretest showed that the "expectati.ns' set of questions at the beginning of
each instrument seemed to be effective in picking up the differences in approaches
to solving the problems of desegregation. To reach maximum effectiveness, however,
it was found that the interviewer should remind the respondent to think back to the
beginning of the school year. The set of behavioral change questions were similarly
discovered to provide perceived change -~ botb positive and negative -~ as well as
indications of no change. Thus, the first part of the instrument appeared to accomplish
what was intended. The number and length of these questions were reduced because
the pretest showed them to be too long and too repetitive.

The pretest showed that the teachers knew little about the ESAP activities, thus
leading to the modification of the descriptive activity-specific modules for the teacher
instrument. The attitude questions in the activity-specific modules, however, appeared
to work well in the pretest.

The pretest also showed that some of the questions could be asked in a more
direc: manner -~ particularly the student questions; therefore, changes were made
to reflect this finding,




The time required to administer the questionnaires was found to be about one-
half hour for the teacher instrument, three-quarters hour for the principals, onec
and one-quarter hours for the project director, and one-quarter hour for the students.
These times did not include sample selection or travel. They served, however, as
the basis for planning the field operations and determining the number of interview
teams needed.

In late January 1971 a series of meetings between RMC, OE, and OMB personnel
was initfated in preparation for the necessary OMB approval of the survey instruments.
OMB was apprised of the development of the instruments from the conceptual design
through the final version.

A supporting statement was drafted to accompany the instruments. This state-
ment outlined the study rationale, instrument design, sample selection, analysis
plans, and the results of the pretest. OMB approval was received on March 3, 1971;
the trained team leaders were in the field the next day.

SELECTION AND TRAINING OF INTERVIEWERS

Team leaders were selected from among members of the professional staff of
the Resource Management Corporation and subsidiaries or from Mark Eattle
Associates, a subcontractor. Interviewers were selected from among graduate
students in education or other related fields from the geographical areas in which
the interviewing was to be conducted. A total of 20 three-man teams were created,
each with a team leader and two interviewers. (Later in Phase I, the team members
numbered from two to four, depending on the interviewing load).

These teams were composed of minority and non-minority persons to achieve a
balance in each team. Much effort was devoted to screening and selecting the specially
hired team members. Many had had previous experience in the education systein,
having held positions as teachers and principals. Several were nearing completion of
doctoral programs in education. Thus RMC's interview teams were high caliber,
knowledgeable persons in the education field.




All of the teams were assembled from February 16 to February 19, 1971, for
training at RMC's home offices. The foﬂowlng paragraphs briefly describe the
activities cf this training session.

Day 1

After the teams checked in and registered, a series of orientation talks were
presented by RMC and OE personnel. The role of RMC in conducting the outside
evaluation of ESAP was discussed. Other ESAP evaluations were covered along
with the reasons for the RMC study. A history of school desegregation and
other federally supported efforts was presented. Current legislation and the
role that ESAP is to play in assisting smooth desegregation were discussed
Ly OE personnal.

Mrs. Ruby Martin of the Washington Research Project described the research
conducted jointly by several g'roups1 to assess the early implementation of the
Emergency School Assistance Program. Her discussion was based on a report
by that consortium entitled "The Emergency School Assistance Program: An
Evaluation.” In addition, Mrs. Martin imparted her own impressions of the
Southern school systems.

Day 2
Activities on the second day of training included a lecture on "The Art of Asking
Questions.' The lecture described in detail the role and requirements of a good
interviewer.
After the lecture and the question and answer period, a discussion and slide
presentation of the use of the director questionnaire were presented on a question-
by~question basis. Questions were encouraged during the presentation.

1. The American Friends Service Committee; Delta Ministry of the National
Council of Churches; Lawyers Committee for Civil Rights Under Law; Lawyers
Constitutional Defense Committee; NAACP Legal Defense and Educational Fund,
Inc. ; and the Washington Research Project.
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Following the presentation of the director questionnaire, the attendees were
separated into pairs and each trainee practiced conducting a complete interview.
The interviewers were instructed to simulate an actual interviewing situation;
that is, with no discussion of the questionnaire or questioning methodology until
the Interview was completed. Members of the RMC project staff then reviewed
the work of each individual, in private, pointing out errors, omissions, and other
problems, and answering specific questions.

The group was reassembled and important problems encountered during
the practice interviewing were discussed.

Day 3
The third session of the training seminar was opened with the question-by-

question presentation of the student questionnaire and related slides. Once again,
questions were encouraged during the presentation.

Following the discussion of the student questionnaire, the training was turned
over to a consulting psychologist. This consultant, a specialist in psychodrama,
had prepared simulations of sltuations that could be expected to occur in the course

of actual field work. This sessicn was organized so that certain RMC staff mem-

bers played the roles of the various people to be encountered in the field. Members

of the training group were instructed to interview an LEA director, then a school
principal, then a teacher, and finally a student. The trainees did not know waat
to expect in terms of personality typologies presented in the simulation and were

instructed to cope with each situation as best they could. Following each simulation,

the floor was opened to discussfon. The role-playing situations offered sensitivity
training to the interviewer and the entire group had a chance to see how an actual
interview might proceed under generally adverse conditions.

The afternoon session opened with a lecture devoted to summarizing the acti-
vities up to that time, bringing the training into perspective, and reviewing
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fundamentals. Following this, the trainees were divided into three discusslon
groups in order to stimulate an exchange of questions and ideas. This was
followed by further role-playing, and the day was closcd with a second round of

practice interviews and private trainer-trainee discussions.

Day 4

The fourth day of the training seminar opened with another round of practice
interviews. On this occasion, members of the training staff walked about from
trainee to trainee observing the interviewing, offering suggestions, and answering
questions.

Following the practice interviewing, a lecture on sampling procedures was
presented accompanied by a set of practical problems that the trainees solved
step-by-step with the aid of the lecturer.

The team leaders remained at RMC's offices during the week of February 22
for additional training. This training included further details of sampling, logistics,
and interviewing, including details that were to be passed on to their team members.
This additional week also afforded the team leaders an opportunity for in-depth
discussions with members of the training staff. The team leaders were entrusted

with responsibility for any last-minute training their team leaders might need.

FIELD INTERVIEWING

The Phase I field effort entailed Interviews of 252 randomly selected LEAs,
requiring over 9,000 individual interviews. The 14-state area encompassing these
LEAs was subdivided into 20 target areas, within which an interviewing team was
placed. The size of a target area was determined after the random sampling of
LEAs and was dependent on secveral factors, including ethnic composition, geo-

graphical area, and the number of schools to be interviewed within a selected LEA.
Consequently, the area of responsibility of individual teams ranged from one LEA

with 16 schools in San Antonio to 19 LEAs with 64 schools in North Carolina.
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The composition of the interviewing teams varied according to the number of
schools within a target area. The teams were bi-racial and, depending on the
number of schools assigned, ranged in size from two to four. Normally.“ the team
leader v;as responsible for lnterfz;clng with the superintendent and interviewing
project directors and principals. The interviewers followed the team leader into
the LEA interviewing teachers and students who were randomly selected on site.

The Phase I field effort began on March 4, 1971, and was completed the week
of April 18. The allocation of LEAs and schools to interview teams is shown in
Table 3-8.

Certain teams experienced several minor difficuitles. The only real proh-
lem, however, was encountered in the State of Alabama where most LEAs objected
to the interviewing of students. As a result, the student interview phase of the field
work there took longer than expected. The problems in Alabama were eventually
solved with theagsistance of OE and all of the required student interviews were obtained.

The team leaders tried to stay one or two days ahead of their team. They
commonly telephoned RMC field leaders in Bethesda every other day. These two
leaders alded the field team in solving logistical problems (money, more question—-
naires, etc.) and in serving as a sounding board for difficulties with the question-
naires. As aresult of the feedback, several problems with the interviciy instruments
were discovered and corrected. Periodic letters and memos were sent by RMC
analyststoallteam leaders toalertthem to solutions to common questionnaire problems.

About 76 percent of all the questionnaires returned in the first two weeks of
field work were edited by RMC analysts. At that time a variety of errors were pin-
pointed. There were a series of minor errors, which must be expected to occur
in a project of this size. These errors were correctable in coding. However,
when serious errors were discovered, the teams

fied immediately so that the correct information could be obtained.




Table 3-8

PHASE I FIELD INTERVIEWING EFFORT-~

MARCH 4 - APRIL.: 23, 1971

Team Number and Location LEAs Schools
1. South Carolina (Northern) 13 41
2. South Carolina (Southern) 13 41
3. Central Georgia® 20 59
4, Central Alabama 11 45
5. Northern Mississippi and Northwest Alabama 14 40
6. Southern Florida 10 50
7. Northern ilorida and Southern Georgia 15 39
8. Waestern Georgia, Western Florida, and Southern
Alabama 16 46
9. Southern Mississippi 12 44
10. Arkansasb 18 30
11. Northern Louisiana 8 32
12. Southern Louisiana 9 417
13. Northern Texas and Oklahoma 12 36
14. Southeast Texas 14 46
I 16. San Antonlob 1 16
16. Tennessee 12 51
17. North Carolina (Northern)® 19 64
18. North Carolina (Southern) 12 567
19. Western Virginia 12 45
20. Eastern Virginia 11 28
| TOTAL 262 857
a. Four-man team.
b. Two-man team.
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At the time the remaining questionnaires were received, random checks were

made to ensure that these errors had been corrected.

By and large the interview teams were received quite well and performed well.
Several teams received publicity in local papers, Only one team was publicized
adversely, and a letter of commendation was received from the State of Mississippi
regarding one team. RMC's care in selecting the team members from those studying
or experienced in education and in devoting two weeks to training the team leaders

can be directly related to the success of the field effort and the quality of the
collected data.

Verification of Interviews

Project director, principal, and teacher interviews were verified by randomly
selecting samples of these individuals and by checking their responses to & portion
of the survey questions by telephone. Student Interviews were not verified because
of the difficulty in reaching the students. So that the entire interviewing period could

be covered by the verification process, verification was conducted at intervals of two
weeks and five weeks after the start of the survey.

Verification samples of 60 project airectors, 90 principals, and 135 teachers
were telephoned for interview data checks. Since the purpose of verification was to
ensure only that the number of questionable interviews was smuall, and not to obtain
a precise measure of the number of questionable interviews, the sample sizes could
be relatively small. Adequate representation of all 20 teams was obtained by appor-
tioning the sample evenly across all the teams. One-third of the total number of

each type of verification interview was conducted at the first verification. For each

team, the interviews to be verified were selected by simple random procedures from
among those that had been conducted since the previous verification.

In addition to the verificaticn plan conducted from RMC's home office, tke

team Jeaders also verified that the interviews were completed during the field oporations
by their team members.




The results of the verification procedures were dulte satisfactory. Not only
was the incidence of error small, but it was halved between the first and second

series of calls. The resultant error rate was 7 percent, an error being defined

as one or more of the six responses to questions asked again being different from

the response recorded at the time of the interview. This does not mean that 7

percent of the data are wrong, but that 7 percent of the resampled instruments had

at least one question in error out of the six checked. Of these errors, about one

in five were considered to be respondent changes, the remaining apparently inter-

viewer or recording errors.

The errors made by the interviewers in the first veritication were broken down
approximately half between an incorrect use of skip patterns in the instrument and

erroneous recording of the responses. During the second vezification, the incidence

of faulty skip patterns was virtually non-existent. It seems then that experience

with the instruments and RMC's corrective procedures had positive effect.

Although it was not an intent of the verification, these phone calls also gave an

indication of general respondent reaction. Those doing the verifying did not feel
that the questions had caused any major difficulties, although some reservations
were exprersed where the "'expectations' question was repeated during the veri-
fication procedure. Furthermore, there seemed to be no resentment from the
respondents to the asking again of a few questions already included in a lengthy
interview. In only one case did a respondent refuse to answer the verification
questions. This appeared to have been caused by a feeling that the ESAP grant
in that district was so small as not to be worth further effort.

The verification procedure provided RMC with an opportunity both to assess
the quality of the data being gathered and to initiate proceedings to improve the
quality of data. During this assessment, no significant data quality problems

appeared. Errors were made by both interviewers and respondents, but the error

rate was not unduly high nor did there appear to be any major field problems.
Where the field schedule allowed, it was possible to work with the teams and sub-

stantially {miprove performance.




ENCODING OF DATA

The instruments were precoded with the interviewer circling the response for
the closed-ended questions. For the open-ended questions, categories had to be
built and codes assigned. These codes were then written on the instrument next
to the numbers indicating card columns; keypunching was performed directly
from the interview instrument.

The first step in coding the questionnaires was to accomplish a tabulation by
hand of all the open-ended questions in a random sample of each of the four ques-

tionnaires. The following numbers of questionnaires were hand tabulated:

e 200 student questionnaires,
e 200 teacher questionnaires,
e 100 principal questionnaires, and

e 50 director questionnaires.

During this process it became apparent that many questions could, and should,
be coded with the same éet of codes. All of the reasons for positive and negative
change, activity titles, and certain questions relating to good and bad evaluation of
desegregation could be coded using this ""common code." Accordingly, a 32-part
code was devised to serve as the common code and it was used on some 70 questions
in the set of four instruments.

The common code is useful for several reasons. It allows for easy tracking of
an activity through a questionnaire and through an LEA. Thus, teacher aldes,r |
assigned code 8, can be so indicated by using an 8 each time they are mentioned in

a change or activity-related answer. Thus, if positive perceived change is

attributed to teacher aides and if that LEA hired teacher aides, the perceived change -

can be associated with the ESAP project. Also, the manual coding process is
simplified because the coders know to code teacher aides as an 8 every time they

are encountered in any instrument.
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Table 3-9 contains the description of the common code. The first 19 categories
relate to ESAP categories and are a breakdown of the seven major activity groups
specified by OE in the grant application. This breakdown resulted from the hand
tabulations. They were chosen to reflect activities that occurred frequently
enough to warrant being categorized individually and that were different either in
personai/non-personal, direct/indirect, or personnel/material attributes.

Chapter 5 contains a more detailed breakdown taxonomy of the kinds of activities
that were placed in each of the 17 categories.

The common code was not reserved only for ESAP-funded activities. Thus,
teacher aides, regardless of funding source, were coded as an 8, Only when a
match occurred between an activity associated with change and the presence of that i
activity funded by ESAP in the school would the ESAP activity be associated with |
the change.

In order not to overly attribute success to the ESAP activities, the directors
were agked if similar activities were being undertaken in the district. If so, he
was asked to estimate.the ESAD provided percent of the total funds spent on this
activity. Thus for teacher aides, or busing, where it is likeiy that additional

efforts were underway, the association of the ESAP activity with success, or lack ;
of success, must reflect this consideration..

The codes 18 and 19 were reserved for overlap situations that might arise.
For instance, two activities in a échool might be codeable by the same common code--
such as teacher aides and substitute teachers, both items coded as 8. However,
only one of these items might be ESAP funded. The school might have hired
substitute teachers with their funds, but the rcspondent might cite teacher aides
as associated with change and in this case, the teacher aides would not be funded
by ESAP. In order to avoid falsely weighting the impact of ESAP, the teacher aides

would be coded as 18, otherwise a match between ESAP and the reason for the

perceived change would occur.
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Table 3-9
COMMON CODE DEFINITIONS®

- COMMON CODE

Personal Community Activities 1

DO =

Non-Personal Community Activities
Counseling

Counseling Support

Ethnic Classes and Materials
Non-Ethnic Classes and Materials

w0

Teacher Training

Teacher Aides and Other Support Personnel
Student-to-Student Activities

Busiag

Remedial Education Personnel

(Dm.QO:O‘I

=
Boe

=t
1

Remedial Programs and Materials

=t
o

Comprehensive Planning

Admninistrative Personnel
Materlals

Facilities Improvement
All Others

=t
Lo

-
e @

e
-3

DEFINITIONS

18. ESAP CONFLICT--Personnel: Use this code if 1-17 is applicable but the
activity is not funded by ESAP and the same 1-17 has been used for an
ESAP funded activity in Q. 10(D), Q. 11(P), Q. 12(T).

19. ESAP CONFLICT--Materials: Use this code if 1-17 is applicable but the
activity is not funded by ESAP and the same 1-17 has been used for an
ESAP funded activity in Q. 10(D), Q. 11(P), Q. 12(T).

a. See Chapter 5 for a more detailed definition of the activities placed in
common codes 1-17.




Table 3-9 (Continued)

20. Racial and Interracial Attitudes: Use for all mentions of attitudes on race
issues in whatever context. Mentions of non-behavioral items such as
trust and mistrust, understanding and misunderstanding, friendliness
and hostility.

21. Racial and Interracial Behavior: Use for all mentions in a racial
context--fights and friendly activities, good and bad communications,
activities in all school settings, all other race-related behavioral
mentions (EXCEPT CODE 26 BELOW).

22, Integration/Desegregation: Use for all references to uniting the races
! in the school and its facilities.

23. Time: Use for all references to time as a factor in creating, in-
creasing, decreasing or eliminating racial problems,

! 24, Academic Items: Use for all references to academic items not classi-
fied elsewhere, general references to achievement levels and abilities,
others.

SN P

25. Motivation: Use for references to motivation and motivating forces--
student motivation, motivation of/by others.

26. Organized Social Activities: Use for sports, daaces, parties, clubs,
others.

27. Parents/Community: Use for all references to parents and community
not codable elsewhere.

Ly A o0 w5 i b, e b St WA

) 28. Atmosphere, Emotions--Non-Racial: Use for all mentions, more free-
‘ dom, less freedom; better, worse atmosphere; feel at home; others. 3

29, Faculty--Teachers, Coaches, Others: Use for professional and social
performance, role in interpersonal relations, other mentions.

30. Students/Classmates: Use for all mentions. ]

E 31. Special Programs, Materials, Facilities: Use for all mentions not
—- codable elsewhere,

" 22. Don't Know/Nothing

it o Kt il i
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The codes 20 through 32 are the so~called non-activity items, and they cover

all answers that do not mention activities or projects that could be given codes 1-17.
Thus, answers such as '"'racial problems, " ""time has reduced problems,' "attitudes"
or ""motivation" are included in these codes. The direction of these responses, either
good or bad racial behavior, for example, is keyed to the change question itself which
indicated positive or negative perceived change.

In addition, specialiy tailored open-ended categories were established fo:_‘ other
open-ended questions. In those cases in which questions were the same in two
questionnaires--such as the director and principal, the same code was used for the
same question in each instrument.

Complete code books were developed in cooperation with Datatab, Inc. of New
York, RMC's data processing subcontractor. These code books, as well as ex-
plantory memoranda, accompanied the questionnaires to the coding subcontractors.
Because of the importance of the director's question 10, it was entirely coded by one
RMC analyst to ensure consistency.

The director, principal, and teacher questionnaires, which all tie in directly,
were coded by Beta Research Corpdration of New Yorkt. The first shipment of
questionnaires was sent to New York on April 12; the coding was completed on June 30.
The student questionnaires were coded in Washington by RMC. The questionnaires,
once edited and coded, were shipped to Datatab for keypunching, cleaning, and pro-
cessing.

Preliminary cross tabulations became available in early July based upon the first

L

40 percent of the sampled 252 LEAs. Analysis based on these tables was used to

select the tables that would be run or the total sample and to specify the break poirts

.

for certain independent variables. The final tables were produced by the first week

PIRSA

of August.
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SUMMARY

A sampling plan was picked incooperation with USOE to provide for an adequate
representation of several important LEA descriptors and for statistical efficiency
in estimating total ESAP population parameters. LEAs, schools, teachers, and
then studenits were picked in a four-stage process. The implications of this plan
are to provide a sample of schools, rather than LEAs, and a sample of ESAP
activities.

The sampling plan was adhered to quite closely during the field effort. The
incidence of substitution of teachers and students for those originally called for by the
RMC sampling planwas 11 and 18 percent, respectively. Thus there is no evidence
of a concerted effort in the sampled districts to allow interviewing of only those the
schools' wanted interviewed.

The interview instruments contain three major parts, The first part was
constructed to establish the respondent's retrospective expectations and the
incidence with which he has perceived change and can associate a reason with
this change. The second part dealt with activity-specific items, both
descriptive and attitudinal. The third element addressed other areas of specific
interest and obtained demographic data about the respondent. The student and
BRAC instruments differed somewhat from the director, principal, and teacher
instruments, mainly because (1) they did not ask directly about activities, and

(2) their questions werz less complex. The instruments were pretested in two

Georgia LEAsS.

Twenty data collection teams were formed to obtain over 9,000 interviews.
The team leaders were employees of RMC or Mark Battle Associates, the sub-
contractor. The supplementary team members were recruited from regional universi-
tles. These persons were by and large graduate students in Education. All teams
were racially mixed. The entire team was trained for four days, with the team
leaders receiving an extra week of training. The field interviews began in early
March 1971.
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The interviews required about seven weeks. During this time, the returned
instruments were reviewed for errors and corrective procedures were undertaken.

The team leaders checked in at least every other day to report on progress and

e —

problems. In addition, 2 sample of several hundred interviews were verified by

telephone from RMC's home office.
Once the instruments were received and checked, the data encoding procedures

started. Categories for the open-ended questions were developed. As the key to
the data processing effort, a common code of 32 items was developed for the coding
of the directors' activity matrix and all of the change questions. This common code
has played a major role in providing a better taxonomy of the ESAP activities and
for simplifying data processing.

Due to the importance of the directors' activity matrix question (question 10),
it was coded in its entirety by one RMC analyst. The other instruments were
coded as packages, due to the necessity to relate the director, principal, and

teacher instruments from one LEA.
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ANALYSIS PLAN AND IIMITATIONS ON STUDY RESULTS

INTRODUCTION

This chapter discusses the analysis plan that was used to process the results
of the Phase I effort. Included is a discussio_"n, of'the analytical concept and the _
variables used. A brief description of the types of raw data tables that were pro-
duced is presented. Also in this chapter, there is a section explaining the limita-
tions on the study results. These limitations should not be construed as negating
the results, but rather as placing the interpretation of the results in the proper

context,

CONCEPT OF ANALYSIS PLAN

The main objective of the Phase I evaluation study is to determine if ESAP
activities are related to smoothing or easing the desegregation process; as
mentioned earlier, reliance must be placed upon changes perceived by respon-
dents because of the difficulty of direct measurement of effects and the short-run
nature of this study. Because the subject matter concerns desegregation and
racial attitudes, an area where perceived change may be the precursor of actual
change, it may be ‘hat what community and school personnel perceive to be the -
case is an important short-run variable. If sufficient positive perceived change
is occurring, this fact may argue well for the future.

Also investigated, but of secondary interest, are questions regarding technical
assistance, project management, Bi-Racial Advisory Committees, etc. The fol-

lowing section discusses the plan of analysis for the major objective of this study.
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Assessment of the Impact of ESAP

RMC was selected to conduct an evaluation of the federal program consisting
of the contribution of federal dollars to solve a particular problem. Such an impact
evaluation must focus on the outputs or effects--that is, can we show that the pro-
gram did, in fact, achieve results? The alternative of focusing on the process by
which the ESAP activities were approved or the process of how the LEA designed

its activities would be inadequate to assess impact. 1

(In any case, GAO is already
examining the process for which grants were awarded.) Consideration of cost-
benefit aspects (do the benefits accruing from the program justify the costs) must
await some way of measuring and comparing the quality of the results from various
ESAP projects.

For the above reasons, RMC's evaluation will concentrate on outputs and effects.
In this instance, however, it was not possible to design an experiment in the classic
sense, i.e., with a control group with which to compare experimental groups. The
lack of the opportunity to establish the pre-ESAP conditions, attitudes, and expecta-
tions (i.e., develop base line data), the lack of being able to select randomly from
all districts both ESAP-funded and non~-ESAP funded, and the lack of being able to
measure outputs over time also precluded the use of classical experimental or quasi-
experimental designs. Moreover, RMC was limited to observing the effects of ESAP
at u single point of time and only after the program was well under way.

Even though the above factors precluded RMC from being able to utilize an

""ideal" research design, it is only fair to point out that most educational program

evaluations that have been carried out have been faced witli the same problems. 2

1. Several aspects of the process are nevertheless examined for use as descrip-
tive or independent variables. Phase II, however, examines both process and outputs
as a part of its case studies.

2. For example, the well-known Coleman study, Equality of Educational

Opportunity, and the Westinghouse-Ohio University Study of Head Start were also ex post
facto studies. See D. T. Campbell and J. C. Stanley, Experimental and Quasi-

Experimental Designs for Research (Chicago, 1966), pp. 6~12, for discussions of
special conditions and limitations concerning research designs of this type.
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The lack of classical experimental conditions can be compensated for, in part,
by substituting large sample sizes to reduce variable error and by using careful
controls. There are several ways to make controlled versus experimental com-
parisons. One is to compare districts or schools that have one particular activity
with those that do not have the same activity. Presumably, the districts are similar
in that they both were eligible for ESAP funds but they are dissimilar in that some
districts applied for one particular activity while some opted for another. Even so,
although the particular activity under consideration may not be present, some other
ESAP activity is. The data collected will show a correlation between the existence
of a particular activity and the existence of a certain kind of perceived change. It
was also possible to determine whether or not the ESAP activities that were present
were cited as being a cause of the perceived change.

A similar comparison between experimental and control groups can be made
based on duration of activities. If the program has continuous increasing or de-
creasing effect, presumably the longer that certain activities have been in existence,
the greater this effect will be and the more respondents will be aware of it. This
applies even to one-time occurrences, such as the purchase of a portable class-
room. If the portable classroom was valuable, then the longer the time that has
elapsed since it was purchased, the more time there has been for the awareness
of being able to hold desegregated classes and for that, in turn, to take root in the
perceived behavior or performance of students or teachers. There is, of course,
the fact that the longer an ESAP activity is in operation, the more respondents
know of it and the higher the degree of association between the ESAP activity and
perceived change.

A third experimental-control comparison exists between activities that were
observed in both relatively large per-capita expenditures as well as in

smaller scale efforts. Presumably, if the activity is effective, the larger the
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activity is in scale, the more effect it will have. To take account of the fact that
ESAP funding may have supplemental existing activities, the directors were asked
to provide the funding levels for similar ongoing activities.

These three techniques may be combined. For example, when the impact of
activity duration is examined, comparisons tor all ESAP districts can be made
simultaneously to see if those districts that began their ESAP activities earlier
have experienced more positive perceived change. Alternately, we may make the
comparison specifically within each sub-area to see if, for example, a district
that hired teacher aides at an earlier date has experienced more positive change
than the district that hired them at a later date.

Whichever technique is used, the problem remains of interpreting the relation-
ship between the experimental-control distinction and the measures of change. Is
it the program that is having an effect? The problem is presented schematically
in Figure 4-1. The overall objective is to test statistically the relationships
between ESAP activity choice and the respondent's perception of change. If signifi-
cant relationships are found, some association of the ESAP activity and perceived
change may be present. However, as Figure 4-1 indicates, this does not necessarily
mean that there is a linkage in the form of an observation by the respondent to an
effect of the program. There are two other possibilities. The six arrows in
Figure 4-1 have been named as indicated. Briefly, they refer to the following
possible relationships. 3

(1) Selectivity refers to what may be a tendency for certain kinds of
districts to select some kinds of activities. The large districts
may have a need for teacher aides which a small district does not
have; a district that is beginning desegregation may need buses
whereas another district does not; a district that maintains a
relatively high quality of education may be interested in purchasing
supportive programs such as counseling while the district that has
not been able to meet its standards of quality may wish to spend
that money on remedial reading instead.
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I DISTRICT OR SCHOOL (Spurious 1) ACTUAL

CHARACTER: CHANGE
Size
% Minority ;
Regicn .
Quality of Education (Observation)
Expectations of Difficulty
Scheol Financial Situation :.f
Degree of Desegregation
RESPONDENTS ﬁ

PERCEPTION
OF
CHANGE

Figure 4-1: PATH DIAGRAM SHOWING HYPOTHESES REGARDING RELATIONSHIP OF
ESAP ACTIVITY TO PERCEIVED CHANGE, SHOWING MEASURED AND
UNMEASURED VARIABLE OF RELEVANCE




(2) The effect refers to the possibility that the activity in question
does indeed produce an effect on the quality of education or
race reiations in the school.

(3) We have arrowed observation, because the intent of the evaluation

is to find out wheiher the observation and effect arrows exist
so that we can argue that the activity does indeed produce a
change.

(4) The arrow labeled bias indicates the possibility that teachers may

like their school better because of the existence of a particular

program, although the program has had no effect in improving any

other aspect of the szhool. For example, 2 teacher who feels
strongly that her black students are academically weak may be
ceassured by the existence of a remedial program. Indeed, if
the program involves slow learners from her classroom she
may report a sizable improvement academically which is quite
unjustified. Bias may work in szveral different ways. For
example, the addition of high-level support staff such as coun-
selors or psychologists may sensitize the teacher to watch for
interpersonal behavior more closely, thus leading her to report
an increase in difficulty. As a possible negative sign, it is con-
ceivable that teacher training might sensitize teachers to watch
for relationships with students of the opposite race and thereby
report more difficulty because the current interaction is not
leading to higher standards. On the whole, the problem of
teacher bias is not the most serious one. More critical are
the two kinds of spurious arrows shown in Figure 4-1.

(5) The arrow labeled Spurious 1 refers to the possibility that
gsome kinds of districts will experience specific improvements

during the year and these may be districts that have engaged in a

particular activity. Thus, to take an obvious example, the
school district that is newly desegregating may spend its money

on special student-to-student programs in anticipation of the new
situation. However, it may be that the newly desegregated schools
would generally show the most gain in student interracial behavior,

no matter what activities were undertaken.
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(6) Spurious 2 relations shown in the second arrow arc exempli-
fied by the possibility that urban teachers have different per-
ceptions of how the experience of integration should go. For
example, they may be more optimistic about it to begin with,
thus sensing less improvement over the school year. However,
the large city districts may also be the ones that are least likely
to establish compensatory programs with their ESAP money.
This would produce a false positive correlation between having
compensatory education (which would occur in rural areas) and
experiencing improvement (which rural teachers would see
more often). Statistically, there is no distinction between
type 1 and type 2 spurious relationships since there are no mea-
sures of actual change. However, when the student questionnaire
is included, it is possible to clarify the situation.

To decide whether we are measuring observations of actual change or bias,
the most praqtical approach would be to make use of the sets of five teacher and
student questionnaires that were obtained from one school during the field work.
By showing tﬁat teachers within the same school tend to agree, it is then possible
to argue that the perception of change is not related solely to the teachers' per-
sonal characteristics. If the correlation between activity and teachers' perception
agrees with the correlation between activity and students' perception, it is then
possible to eliminate both bias and type 2 spuriousness as factors.

While the passing of this test does not rprove that change indeed has occurred,
it is evidence of the collective perception of the teachers and students. It conld well
ve that the respondents are in a school with a particularly good or bad principal so
that they all reflect his ability in their collective responses. Alternatively the situa-
tion in the community could be such that there is unanimity of response--good or
bad. Thus this collective recognition is measuring something that is going on in the
school or the school community. One of these things, of course, is the ESAP project.

The more serious problem is the existence of spurious type 1 relationships,
which should be relatively common. The establishment of durational or intensity
differential effects will tend to counter these coorelations. Thus, if it can be shown
that activity X is effective in general, and most effective when it is large and

started early; theu the alternative hypothesis derives as follows: districts that
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adopt activity X early and in large quantitv are different in a special way from
districts that either adopt activity X in small quantities or adopt activity X later.
This means it would be very useful to correlate such factors as size of district,
percent minority students in schools, and degree of desegregation with activity
choice. If no differences of appreciable magnitude are observed, then it may
well be safe to conclude that activity choice is not particularly related to school
district factors.

Inherent in the analytical plan described above is the preparation of cross~
tabulations that relate independent variables to the dependent variables or measures.
In this manner the descriptors of the LEA or the ESAP project can be examined
with regard to the strength of their association with the observed values of the
measures. Statistical tests are then run on the resultant data to ascertain whether
the relationships are significant. The objective of this type of analysis is to seek
out that independent variable or set of independent variables that best account for
the observed differences in the values of the measures (dependent variables).

This is the type of analytic approach which was used to examine the areas of
verification, project management and technical assistance. RMC analysts specified
several score tables to organize the data into groups more amenable to analysis.
All of these tables do not appear in this volume in the form in which they were pre-
pared. Rather, they were analyzed in the effort to call the significant relationships
fromavast volume of rawdata. Accordingly new, more simple and meaningful
tabulations have been prepared. In all instances, unless specified to the contrary,
the statistical level of significance used was 95 percent. The most commonly used
tests were the two-tailed t test for measuring differences between proportions
and the Chi-square test for testing for differences in the distribution of results.
When other statistical tests were used, they will be identified,

Variables Considered

The two types of variables to be examined in the Phase I effort are the dependent

variables (or measures) and the independent variables. Briefly, the dependent
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variables assess the outcome or results which are associated with the ESAP
activities, These are the prime performance measures. In addition the measures
of outcome are used for the other ancillary areas such as technical assistance and
project management. The independent variables are those that serve to explain
observed differences in the values of the dependent variables. They generally reflect
the inputs of a program or describe the environment in which the program is to
operate. In addition, descriptive information about project size, the number of
activities funded, funding levels, etc., can be presented as general program informa-
tion to be called upon to increase understanding of the results.

There are some variables that will serve a dual role in this analysis. One
example is the "expectation." It is a dependent variable when related to the res-
pondent's race or position in the school. It is used as an independent variable in ex-

plaining different amounts of perceived change.

Dependent Variables

The relevant dependent variables are easy to specify because they have been
purposefully placed into the questionnaire desigﬁ. The most obvious and important
sets of dependent variables arise from the ""change' series of questions. The first
set is the incidence of positive or negative change in the various areas covered by
the questionnaire: academic performance, attendance, teacher-teacher relations,
etc. The other is the likelihood that an ESAP activity is associated by a respoadent

with the positive or negative change. These are the basic output measuras.

It must be stressed that these perceived changes are useful as measures for

assessing program impact only if they are indicating a collective response by all

those involved. Thus, even though a change in academic gap may be indicated,
unless the teachers in a school tend to agree, this variable will not possess the
needed analytic properties. It may be of interest in some situations to know that
cerfain activities affect teacher's perception of changes in academic gap, but in 1‘

this study effort only the connection between the activity and perceived change is

sought. The procedures and results of eliminating teacher bias and of determining
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Table 4-1

KEY DEPENDENT VARIABLES
PHASE I ANALYSIS

Type Breakdown
Perceived Change Better
No Change
Worse
Don't Know

Association of Factors Causing
Perceived Change

Retrocpective Expectations
About Solving Problems

Attitude Statements

Effectiveness of Technical
Assistance in:

e preparation of grant

e swift action

® operation

Project Management
® problems
e activity selection

Verification
e activities
e budgets

32 Common
Code Categories

Very Easy
Easy
Difficult
Very Difficult
Not Applicable
Don't Know

Extremely True
True _
Somewhat True
Not at all True

Don't Know

Extremely

Very "
_Somewhat
Not at all

Incidence of problems

Degree of seeking help

Result of help _ '

Match of activity selected to
problem areas o

. Match,'di! }'m‘i'sx_n,atc’h of Director's -
. response relative to grant or

- |- school principal - ..o




those perceived changes which qualify as measures of change are discussed

in the following chapter. _

For each of ‘he mentions of perceived change, the frequency with which
ESAP activities present in the school was associated with the change is also
an important dependent variable, This becomes a key output or performance
measure when related to the frequency with which the same activities, funded
by another source are mentioned. The sets of attitud_e questions asked in the
activity-specific modules form another group of dependent variables. There
were five possible answers for each attitude question, and these could be grouped
into either positive or negative feelings, |

In the area of technical assistance, the results of these efforts might be a
function of the DHEW region providing the assistance. Thus, a set of dependent
variables assessing the effectiveness of technical assistance was needed. The
respondents were asked directly about certain specific technical assistance
functions. For project management, the dependent variables are similar to
those used in technical assistance. They reflect directly the incidence problems
and the results of help in solving them, Also, the way in which activities were
selected is examined relative to the best and worse areas in the district or school.
In the area of verification the dependent variables become the degree to which
matching occurs between what the director says and what the grant or school

principal reports.

Independent Variables

The set of independent variables used in the analysis include the immutable
or environmental descriptors such as race and position of the respondent, urban/
rural nature of the LEA, percent minority of the LEA, or its size. Also included
are the programmatic variables such as the presence or absence of an activity,

its funding level and its length of operation. -
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The environmental or immutable variables tend to temper the observed results,
Thus, equal dollars per studcnt may have a different impact because of the urban
or non-urban nature of an LEA. Blacks and non-blacks mightperceive the same actual
change in a different light. Thus, these variables must be_examined to ascertain
which are the most important in terms of explaining differences.

These variables can also have impor.tant policy implic;ations, however, as
priorities must be set to assist in the fund allocation decisions. Thus, if it is seen
that small non-urban LEAs with a highratio of non-minority students appear tobe using
the ESAP funds to best advantage, these types of LEAs might Well be funded first.
Elementary schools might be funded before secondary schools if the analysis sub-
stantiates a significant impact differential, on the other hand some of these variables
may play little or no role in affecting the results. Even this knowledge is important
to have, however, as these variables need not be considered in priority deter-
mination.

The variables, however, are the ones most under the control of OE personnel.
These people can vary the amount of money épent in any LEA, the types of allow-
alile activities, and the mix of personnei to matgrials to be utilized in implementing
the activit